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ABSTRACT

A SERIES OF TEACHER INSERVICE WORKSHOPS:
TEACHING COMPREHENSION USING
INFORMATIONAL TEXT WITH
INTERMEDIATE STUDENTS
by
Tracy Lynn Denney
July 2006

Best practices for teaching comprehension using informational text with
intermediate students were researched. Using information and knowledge gained from
this research, a series of teacher in-service workshops was created. Subjects addressed in
the workshops include differences between narrative and expository text, expository text
structures, reading as a metacognitive process, strategies for activating and or building
background knowledge, strategies for building vocabulary, and effective use of graphic
organizers. The workshops will be presented to the intermediate teaching staff at Martin
Luther King, Jr. Elementary School in Yakima Washington.
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CHAPTER I
INTRODUCTION
It is true; teachers' proverbial "plates" are full to the brim. With state and district
mandates about what, how, and how much should be taught, days are full and time is a
precious commodity. Reading continues to be a focus with an entire block of time
devoted to teaching the fundamentals of this important process. It seems however that an
important genre has been left behind when it comes to the teaching of reading. Students
are lacking experience with and exposure to reading informational text. In the
intermediate grades in which content areas such as science and social studies are
commonly introduced, many students are left to fend for themselves and unfortunately
they are often times unsuccessful. Many of these students sound good while reading but
have little or no comprehension of what they have read.
Thanks to the breadth of research in the area of reading, a lot is known about
effective reading instruction as well as characteristics of effective and poor readers. As
research points to the fact that strategy instruction does in fact increase comprehension
and secondly, that students generally do not learn strategic reading processes
automatically (Pressley & Harris, 1990), there is little evidence of strategy instruction in
the area of reading comprehension of informational text (Durkin, 1978). It is the job of
educators to pay heed to the research and first, put informational texts in the hands of
students and secondly, explicitly teach strategic processes while reading informational
text.
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Statement of the Problem
Many students lack knowledge of and practice in the strategic reading skills
necessary to be successful while reading informational text. In the intermediate grades
where subjects such as science and social studies are commonly introduced, many
students are left to fend for themselves as they navigate the unfamiliar territory of
informational texts. By the same token, many educators are not aware of the research or
strategies and therefore have missed opportunities to teach strategic reading processes
dealing specifically with informational text.
Purpose of the Study
The purpose of this study was to research best practices for teaching
comprehension using informational text. Guided by that research, a series of workshops
was created with the purpose of instructing and informing fellow educators on how to
incorporate these best practices into classrooms. The researcher will present three
teacher in-service workshops to teachers of grades three, four, and five at Martin Luther
King, Jr. Elementary School.
Significance
With time being a precious commodity, knowledge gained from this study and the
resulting workshops will allow educators to use instructional time effectively, scaffolding
and explicitly teaching strategic processes for reading informational text. In turn,
students will have a renewed confidence in their reading abilities, understanding of what
they have read, and possible student motivation for further study. 2005 WASL scores for
Martin Luther King, Jr. Elementary fourth graders show that only 38.2% of students met
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the standards for informational text comprehension. A commitment to teaching reading
of informational text and not just assigning reading of text will result in improved W ASL
scores in the area of comprehension of infomiational text.
Definition of Terms
The following are terms referred to throughout the study and their intended
definitions:
Comprehension: 'The process of constructing meaning from text: includes focusing on
relevant information and integrating it with what one already knows. Comprehension is
an active process in which readers set purposes for reading, actively process the text, and
apply fix-up strategies when understanding breaks down" (Lubliner, 2005, p. 179).
Explicit Instruction: "Instruction that is expressed in a clear and obvious manner, leaving
no doubt as to the intended meaning or process to be followed" (Lubliner, 2005, p.180).
Informational/Expository Text: "One of the four traditional forms of composition in
speech and writing, intended to set forth or explain" (Harris & Hodges, 1995).
Metacognition: "Knowledge and self-regulation of one's own thinking and learning
processes that enables a person to regulate deliberate efforts for effective reading and
studying" (Lubliner, 2005, p. 180).
Scaffolding: "A temporary and adjustable structure that enables a child or novice to solve
a problem, carry out a task, or achieve a goal which would be beyond his [or her]
unassisted efforts" (Wood, Bruner, and Ross 1976, p.90).

CHAPTER II
REVIEW OF RELATED LITERATURE
Much time is spent in the elementary grades teaching reading. An entire block of
time each day is devoted to teaching students the fundamentals of this important process.
However, in the intermediate grades where content areas such as science and social
studies are commonly introduced, the teaching of reading informational text is often
deserted and the focus becomes the content. This is a problem because most children in
the primary grades have not had much experience with or exposure to informational/
expository texts.
Duke (2000) in her study of texts available and utilized in twenty first grade
classrooms confirmed the scarcity of informational texts in the primary grades. In the
twenty classrooms she studied, an average of only 3.6 minutes a day was devoted to
informational texts. Her findings are cause for concern both because of the missed
opportunity to prepare students for informational reading and writing they will encounter
in later schooling and life, and for the missed opportunity informational reading has on
motivation to read (Caswell & Duke, 1998).
The National Reading Panel (2000) in their landmark review of reading research,
outlined three major themes in the research on the development of reading
comprehension skills. First, they noted the important role that vocabulary development
and instruction play in the understanding of what has been read. Secondly, they
highlighted the idea that comprehension is an active process that requires intentional and
thoughtful interaction between the reader and the text. Lastly, they stressed the need for
4
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teachers of reading to equip students to develop and apply comprehension strategies. The
following literature review is devoted to synthesizing the research on improving
comprehension of informational texts for intermediate students. It covers the key
differences between narrative and expository texts, the need for students to view reading
as a metacognitive process, and before, during, and after reading strategies specifically
for comprehension of informational text.
Differences Between Narrative and Expository Texts
Teachers in the intermediate grades often assume that the comprehension skills
and strategies students have learned in their reading classes are the same and will transfer
when encountering informational texts. Pages (2002) in her article "Expository Text:
The Choice for Some, A Challenge for Others" notes "Because narrative and expository
text are so different, the ability to read narrative text does not ensure success with
expository text" (p. I). She goes on to contrast some of the key differences between
narrative and expository text. While narrative text tells a story, expository text delivers
information. Narrative text invites children into the story through characters to which the
children can relate. Expository invites children into text through explaining information
but has no characters or situations that draw children into the selection. Narrative text
has a relatively predictable storyline, while expository text reflects a variety of text
structures with authors often changing text structures within a selection. Narrative text
stands alone as a complete piece, while expository text often relies on the use of other
resources such as dictionaries, encyclopedias, or other books concerning the topic to
support understanding of the selection. Narrative uses illustrations to support a student's

6
comprehension of the text, while expository uses graphic aids, illustrations, photographs,
cartoons, or typographical aids to deliver information. Depending on how they are
integrated with the text and whether the reader knows how to use them, these features
may support or inhibit understanding.
Narrative text includes fewer unfamiliar words than expository, and includes
common usage vocabulary with which students may have had some experience.
Expository text on the other hand, commonly includes technical vocabulary specifically
related to the content as well as multiple meaning words that have both technical
meanings and common usage meanings. Many students experience difficulty when they
transfer from a common usage meaning to a situation in which the technical meaning is
intended. Lastly, narrative text provides more context to support an understanding of
new vocabulary words, many times providing the reader with multiple opportunities to
experience new words. Expository text typically provides one exposure to a new
vocabulary word with varying degrees of context support. Additionally, some expository
selections have several new words in close proximity; thus significantly reducing context
and with it the chances that the new information will be comprehended.
Zabrucky and Ratner (1992) examined the effects of eight narrative and eight
expository passages on the comprehension monitoring and recall of 16 good and 16 poor
sixth grade readers. The researchers found that good and poor readers alike were able to
detect inconsistencies while reading; however, the poor readers were less likely to engage
in a strategy to help regulate their understanding. Students recalled significantly more
ideas from a narrative than an expository passage. In addition, although all students re-
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read sentences in the expository passages, they were still less able to synthesize the
information that would help them to form memory representations for that type of text.
The authors further stated that many factors may contribute to children's difficulty with
comprehending informational text. Some of these may include: lack of familiarity with
the content, not enough interest or motivation, heavy concept load, or unfamiliar text
organizational patterns (Taylor, 1982).
Graesser, Golding, and Long (1991) posed three more reasons for why students
generally comprehend more from narrative text structure than expository. First, narrative
content is more familiar to students than expository content with narrative consisting of
more shared experiences and world knowledge than expository. Second, this familiar
content of narrative includes event sequences (e.g., intentional acts in pursuit of goals;
events that occur in the material world). Event sequences are at the core of childrens'
and adults' experience in everyday life and are the primary form of world knowledge for
children. Third, narrative structure is prevalent in oral language. Contrary to narrative
text structure's familiar content, expository prose is written with the primary goal of
conveying new knowledge. Simply put, children are more familiar with the content and
text structure evident in narrative text.
Organizational Patterns ofExpository Text Structures

One of the major differences between narrative and expository text, is that of text
structure. Fostering comprehension of informational text includes building an awareness
of the specific text structures (Gunning, 2002). Expository text structure is made up of
external and internal features. According to Gunning (2002), the first step in teaching
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text structures is to explicitly teach about the features of the external structure, such as the
index, table of contents, titles and subtitles, and boldface vocabulary words. Students
must be able to identify as well as maintain an understanding of how this external
structure can aid in making meaning of what is read. Once the external features have
been identified, the second step is guiding them in understanding the internal structure
(Massey & Heafner, 2004).
Expository structures consist of text patterns that authors of informational text
commonly use. These are time order, description, comparison, problem/solution, and
cause/effect. While they are referred to differently at times, the overall structures remain
the same. The following chart outlines the five internal expository text structures, their
characteristics, and examples and indicators that signal the specific structure.
Internal Text Structures

Definition/Example
(Almasi, 2003)

Characteristics
Organizes events in a
time sequence.
Arranges ideas in the
order in which they
happened. Lists items
or events in numerical
or chronological order
Details may be
presented in a simple
list and descriptive
details or examples
may be provided.

Examples/Indicators
Indicated using signal
words such as after, at
last, before, finally, later,
long ago, then, today,
tomorrow, yesterday, and
may include the name of
specific times and dates
The structure may be cued
by words such as for
example, characteristics
are, one, two, and other
number words

Attribution
(Horowitz, 1985; Yochum, 1991)
Comparison/Contrast
(Gunning,2002;Pages,2002)

Focuses on similarities
and/or differences

Used cue words such as
like, likewise, in contrast,
yet, although, but,
however, similar,

Text Structure
Time Sequence/Time Order
(Gunning, 2002; Almasi, 2003)

Temporal Order
(Horowitz, 1985)

Enumeration/Description
(Gunning, 2002; Pages, 2002)

Comparison
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different, on the one hand,
or, on the other hand.

(Yochum, 1991; Almasi, 2003)
Adversative
(Horowitz, 1985)
Problem/Solution (Gunning,
2002; Pages, 2002; Almasi, 2003)
Response
(Horowitz, 1985)

Cause/Effect (Gunning, 2002;
Pages, 2002; Almasi, 2003)

A problem is presented
and then its solution is
specified. A variation
of this pattern is the
Question/Answer
format in which the
author poses a question
and then answers it.
The effect or effects are
presented and then the
causes are given.

Covariance
(Horowitz, 1985)

Uses cue words such as
because, therefore, this,
since, consequently,
hence, as a result, for this
reason, so that, the
problem/dilemma is,
solved, question posed and
answered.
Use cue words such as
because, therefore, thus,
since, consequently,
hence, as a result, effects
of, for this reason, so,
that, when ... then, /{ .. then

Kintsch and van Dijk (1978) noted that because readers cannot remember
everything in a text, they must form a macrostructure, or a general outline of ideas in a
particular expository text that retains the main ideas of the text in the correct sequence.
Since expository text is not outlined as narrative which is generally predictable and easier
to remember, students need a way to organize the information that will allow them to
retrieve and recall more detailed text information.
McGee's (1982) research examining the awareness of text structures and its
effects on children's recall of expository text found that readers who are aware of text
structure may use that structure to guide encoding and retrieval of ideas found in the text.
In the study, third and fifth grade readers were asked to read a passage and then prompted
to tell everything they could remember about the passage. The results indicated that fifth
grade readers had a greater awareness of text structure than the third grade readers with
third grade readers showing little awareness at all of text structure, or being able to recall
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very little information in a list-like fashion. Her results gave evidence to the fact that
awareness and control over using these text structures to aid in comprehension is
developmental.
In a 1984 study, Englert and Hiebert of the University of Kentucky investigated
the effects of four major types of expository text structures on the comprehension
performance of third and sixth grade students. The four text structures were
comparison/contrast, description, enumeration, and sequence. Students were asked to
read two sentences that were developed to clearly indicate the topic of the paragraph and
to signal a specific type of text structure. Students were then asked to read additional
sentences and rate how well they belonged with the original sentences. It is noted that
the task did not measure recall of material but rather recognition of related and relevant
details. Results showed that the sequence and enumeration structures were most
recognizable by the students, while the description and compare/contrast structures were
the most difficult. This is a startling finding as many elementary content text books use
the description structure. There was evidence from the study supporting the notion that
awareness of and control of text structures do not develop at the same time and that some
organizational structures may better aid in comprehension than others.
Yochum's (1991) study of the effects of an attribution structure versus a
comparison structure, showed that the structure of a text can influence the type of text
information that is recalled. In the study, fifth grade students read a selection containing
information about two cities presented in either the comparison framework (in which
attributes of two cities were compared and contrasted in the same paragraph), or the
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attribute framework (in which the attributes were described separately for each city).
Post activities included a free recall as well as comprehension questions about the
information in the selections. When the results were analyzed, a low level of use of the
author's structure was used by the children in their free recalls indicating a lack of
knowledge of this strategy. Students who read the passage with the comparison structure
recalled more text ideas than those who read the attribute structure. Yochum also noted
that more able readers were able to perform better with the attribution structure while the
less able readers did better with the comparison structure.
When teaching text structures, Gunning (2002) suggests starting with the easiest
pattern first which he identifies as the time-sequence pattern for young children, and the
comparison/contrast pattern for older students. McGee and Richgels (1985) suggest that
the best way to help students begin to recognize the various text structures that authors
use, is to have them become authors themselves presenting information in one of the
identified structures. Horowitz (1985) reminds educators that "knowledge of these text
patterns and their cues (alone) is not sufficient for text comprehension" (p. 451). What
the reader brings cognitively, socially, and affectively plays an important role in how
these text structures are interpreted and used in processing text. A reader who is able to
identify expository text patterns must also be able to add world knowledge to the text
including personal experiences. Text patterns become meaningful as a result of a variety
of factors, therefore, "it would be useful for teachers to introduce these text structures in
real texts and in light of specific goals, rather than in isolation and with no purpose for
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reading" (p. 452). Doing so allows teachers to efficiently teach content at the same time
students are learning and practicing strategies.

Strategies Must Be Explicitly Taught
While many of the strategies good readers use when encountering narrative text
are similar when navigating informational text, they are not exhaustive. " ... [S]tudents
must be explicitly taught the value of procedures as well as when and where to use them"
(Pressley, Goodchild, Fleet, Zajchowski, & Evans, 1989, p. 304-305).
Duffy (2003), in his work editing a book on ten research based principles for
improving comprehension, notes that comprehension in the upper elementary grades
builds on primary grade instruction with teachers continuing to provide the appropriate
scaffolding. However, instruction becomes more complex in the upper grades because
the comprehension tasks become more complex with the curricular emphasis shifting to
subject matter learning and the integration of complex information.
Dolores Durkin, in her 1978 study observing social studies instruction in the
intermediate grades, found almost no comprehension instruction. Her shocking results
showed the majority of the 48 minute social studies period was spent assessing
comprehension, while no time at all was spent teaching comprehension skills. Durkin
noted teachers as "assignment givers, not instructors" (1978, p.505) and found that none
of the teachers she observed viewed social studies as a time to help with reading
comprehension, but rather see their responsibility as covering content and having children
master facts.
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Even with the research pointing to the fact that strategy instruction does in fact
increase student comprehension and secondly, that students generally do not learn
strategies automatically (Pressley & Harris, 1990), there is little evidence of classroom
strategy instruction in the area of reading comprehension of informational text (Durkin
1978). Pressley, Johnson, Symons, McGoldrick, and Kurita (1989) in their review of
research regarding strategies that improve children's memory and comprehension of text
found that all models of instruction they included in their literature review advocated
teaching only a few strategies at a time and teaching them well. This process must be
accompanied by a lot of scaffolding. Scaffolding is "a process that enables a child or
novice to solve a problem, carry out a task, or achieve a goal which would be beyond his
[or her] unassisted efforts" (Wood, Bruner, and Ross 1976, p.90). Anderson, (1989; as
cited in as cited in Graves & Avery, 1997) calls this scaffolding, a "temporary and
adjustable structure" (p. 135) that allows the accomplishment of a task that would be
impossible without the scaffold's support. Noting the temporary and adjustable status of
this scaffolding, teachers must provide many opportunities for students to practice new
strategies with the ultimate goal being students who are eventually "able to survive and
thrive in learning whether (we) are there or not" (Dunn, 2000).
Because of the differences in text structure and the difficulty this expository
structure presents for most students, in the content areas teachers must continue to,

" ... teach reading, not just assign it" (Daniels & Zemehnan, 2004, p. 32).
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Reading as a Metacognitive Process
Effective readers have a repertoire of thinking strategies they use in order to make
sense of what they are reading (Daniels & Zemelman, 2004). Essentially for good
readers, the act of reading has moved beyond basic word recognition and become a
metacognitive process as readers engage in the following thinking strategies:
Thinking Strate..v
visualize
connect

Description
make mental pictures or sensorv images
connect to own experience, to events in the world, to other
readings
to actively wonder, to surface uncertainties, to interrogate the text
question
infer
predict, hypothesize, internret, draw conclusions
evaluate
determine importance, make iudP111ents
analyze
notice text structures, author's craft, vocabulary, purpose, theme,
point of view
recall
retell, summarize, remember information
self-monitor
reco!!Ilize and act on confusion, uncertainty, attention problems
(Daniels & Zemelman, 2004, p. 24, & Duffy, 2003, p.9-10)
Garner & Kraus (1981-82; as cited in Crawley & Mountain, 1988) give further
insight into the differences between how good and poor readers approach reading. Both
good and poor readers in seventh grade were interviewed about how they approach
reading. The three key questions that were used in the interviews were: (a) What things
does a person have to do to be a good reader? (b) IfI gave you something to read right
now, how would you know if you were reading it well? (c) What makes something
difficult to read? The responses showed that good readers view reading as a process of
comprehension while poor readers view reading as word identification and decoding
only. The poor readers had strategies for decoding but few or none for making meaning
of what was read. Strategy instruction is not just for poor readers or those who need
remediation, "rather it is an attempt to develop sophisticated comprehension skills in all

(
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students, skills that are generally more effective than even good child readers' use on
their own" (Pressley, Johnson, Symons, McGoldrick, and Kurita, 1989, p. 24).
A person is unlikely to comprehend a text by accident. If the person is not aware
of the text, not attending to it, not choosing to make meaning from it, or not
giving the cognitive effort to knowledge construction, little comprehension
occurs. (Guthrie and Wigfield, 1999, p. 199).
If good readers are those who are actively involved in the comprehension process,
selecting and using appropriate strategies and monitoring their comprehension as they
read (Schmitt, 1990), it would seem that an analysis of if and when students are using
these strategies would be a good place to start. Mokhtari and Reichard (2002) developed
a self-report instrument called the Metacognitive Awareness of Reading Strategies
Inventory (MARSI) that is designed to assess sixth-twelth grade readers' metacognitive
awareness and perceived use ofreading strategies while reading academic or schoolrelated materials. The major purposes in developing the tool were to come up with an
instrument that would allow one to assess the degree to which a student is or is not aware
of the various processes involved in reading and to make it possible to learn about the
goals and intentions students hold when dealing with academic reading tasks.
The inventory consists of 30 statements about what people do when they read
academic or school related materials. Students are asked to respond to the frequency of
strategy use that applies to them using a 1-5 scale (1 meaning "I never or almost never do
this" and 5 meaning "I always or almost always do this") The assessment identifies the
strategies as being in one of three reading strategy categories:

16

•

Global Reading Strategies (GLOB), which can be thought of as general
yet intentional reading strategies aimed at setting the stage for the reading
act.

•

Problem Solving Strategies (PROB), which are strategies for solving
problems when text becomes too difficult to read, and

•

Support Reading Strategies (SUP). Support Reading Strategies include
situations when outside reference materials are utilized and/or when the
student engages in note taking to help make sense of text.

Results of the MARS I can be used for enhancing assessment, planning instruction, or
conducting classroom or clinical research. Most of all, the assessment can be used to
increase students' awareness of their comprehension processes while reading. This is an
important first step toward their becoming constructively responsive, strategic, and
thoughtful readers.
Schmitt (2003) studied third and fourth grade students to explore the nature of
elementary school children's metacognitive knowledge of strategies appropriate for
before, during, and after reading. Children included in the study were randomly selected
from the total population of third and fourth grade children from 253 schools that had
participated in Reading Recovery for at least two years. Both declarative (stating that
they use the said strategy during reading) and conditional (knowing when and why to use
the strategy) metacognitive strategies were assessed using the Metacomprehension
Strategy Index (MSI; Schmitt, 1990). The MSI is a multiple choice questionnaire that
teachers can use to evaluate middle and upper elementary students' knowledge of
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strategic reading processes. While it was originally developed for use with narrative text,
the strategies apply to expository or informational text as well. The results of the study
showed that previewing and making predictions then reading to verify those predictions
seemed important to all children as a way to promote comprehension. Drawing from
background knowledge was next, with summarizing and applying fix-up strategies
seeming to increase in importance for all groups in the fourth grade. Setting purposes for
reading was not a strategy recognized as important for any of the children studied.
Results also showed that all groups of children studied were consistent in their
conditional knowledge (knowing when and why to use specific strategies). While the
students in the study declared use of these strategies, further research must be done to
determine whether or not they actually do use the strategies during reading.
As a mature reader, these strategies have become automatic and unconscious, but
as students navigate the unfamiliar territory of a textbook, the strategies are less
automatic. Daniels and Zemelman (2004) relate the process of calling up these strategies
for use while reading to the strategies we use while driving a car. While driving, we must
constantly monitor a variety of things in order to survive and arrive at our destination.
However, we seem to get from one place to the next without much thought. For most
adults, strategies for reading and making sense of what is read are very much like driving.
Strategies needed to get from one place to the next have become automatic because we
have had a lot of practice with it.
Sometimes, what makes a passage or text hard to read is the content. Readers
may not have enough background knowledge or a good enough schema of the subject to
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build much meaning upon. They need someone to get them ready for readings like that
by giving an overview, telling them beforehand what some of the words mean, drawing a
picture, showing a model, giving explanations, or maybe taking them back to the basics
in a particular subject (Daniels & Zemelman, 2004).

Before, During, and After Reading Strategies ofSkillfal Readers
"There are activities that skillful readers engage in before they start reading, other
things they do while reading, and still other things they do after they have read a passage"
(Daniels & Zemelman, 2004, p. 29). The following chart outlines some activities that
good readers engage in before, during, and after reading to help make sense of text:
Before Readimi:
Set purposes for reading
Activate prior knowledge
Develop questions
Make predictions

Dorine: Readine:
Sample text
Visualize
Hypothesize
Confirm/Alter predictions
Monitor comprehension

After Readine:
Recall/Retell
Evaluate
Discuss
Reread
Apply
Read more

(Daniels & Zemelman, 2004, p. 30)
These activities are not always done in stages, rather skillful readers hop back and forth
between stages especially when the reading is complex or unfamiliar. (Daniels &
Zemelman, 2004).
The remainder of this paper will be devoted to reviewing the literature on
strategies that can be used while reading informational text at each of the three stages of
reading.
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Researched Strategies
Before Reading Strategies
Activating/ Building Prior Background Knowledge

One of the major purposes of reading informational text is to gain new
information. Many children approach these texts with little or no background knowledge
about the content. The most neglected part of reading lessons is that which instructs
teachers to elicit children's background knowledge (Durkin 1984; as cited in Ogle, 1986).
Gunning (2002) states, "One characteristic oflow-achieving readers is that even when
they have relevant background knowledge, they may not realize it" (p. 399). Since "prior
knowledge is the strongest determinant of understanding, and new knowledge can only
be built upon existing knowledge" (Daniels & Zemelman, 2004, p. 31 ), an essential
element to the before reading process is to help students discover what they do know
about a topic.
One strategy for facilitating this acquisition or evaluation of background
knowledge is Donna Ogle's (1986) KWL model. K-W-L is a three-step procedure for the
three basic cognitive steps required: assessing what I know, determining what I want to
learn, and recalling what I learned as a result of reading. Ogle suggests that teachers
guide their students through the thinking-reading process using a worksheet, not just hand
it to them to be completed independently. Using the strategy to its fullest potential
includes questioning the students as a way of deepening student thinking. If there
appears to be little knowledge of a given subject, then move to a more general topic and
see how it relates to the more specific subject. An addition to the K-W-L model is the
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expanded K-W-L-Plus, which includes a fourth category "What I Still Want to Learn", to
be completed at the close of a lesson (Carr & Ogle, 1987).
Yochum (1991) examined the effects of prior knowledge and text structure on the
comprehension of average fifth grade readers. Subjects were asked to read one of two
passages which contained information about two cities that were either in their home
state (of which there was a high level of prior knowledge), or a passage containing
information about two cities that were in another state (of which there was a low level of
prior knowledge). Passages were organized using either an attribution or comparison text
structure. Following a reading of the passage, subjects were asked to participate in a
written free recall of the text information as well as answer multiple choice
comprehension questions. One ofYochum's research questions was "What is the effect
of children's prior knowledge of the text content on their comprehension of informational
text?" (p. 90). Her results showed that prior knowledge enhanced performance on all
three categories of multiple choice questions, but that prior knowledge seemed to have
less of an effect on the more difficult free recall task.

Vocabulary Instruction
The Report ofthe National Reading Panel (2000) noted the important role that
vocabulary development and instruction play in understanding what has been read. They
outlined two types of vocabulary-oral and print. A reader who comes upon an unknown
word may be able to successfully decode the word and ifthe word is in the reader's oral
vocabulary, they will be able to understand it. However, if it is not in their oral
vocabulary, the reader will have to determine the meaning by some other method. If
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students are not viewing reading as a metacognitive process, in which reading must make
sense, the student will most likely not seek meaning by another method. Most of the
problems that students encounter while reading informational text do not stem from an
inability to sound the words out, but rather an inability to comprehend what they are
reading (Daniels & Zemelman, 2004; Gunning, 2002).
Gardner, (2004) in her study of the words found in children's narrative and
expository reading materials noted that the threshold of vocabulary knowledge for
adequate reading comprehension is around 95%. This means that when reading, nineteen
of every twenty words must be known or comprehension may be impeded. Additionally,
once students understand the meaning of a word, they must engage in sufficient practice
with the word in order to internalize its meaning. One or two exposures to a word is not
enough, however one or two exposures may be all students are given when navigating
expository text on their own. As students reach the upper-elementary and middle grades,
vocabulary demands in social studies and science increase rapidly. "In fact, by the time
students reach middle school, the size of their general vocabularies has almost doubled
since third grade" (Jenkins & Dixon, 1983; as cited in Harmon, Hedrick, & Fox, 2000).

It is clear that knowing word meanings is fundamental to understanding concepts
presented in texts.
The probability of acquiring an unknown word incidentally through reading is
only about 15 %. The probability is even lower for more difficult text (Swanborn & de
Glopper, 1999). Relying on this incidental vocabulary learning is even more problematic
for English language learners. For these learners the proportion on unknown words is
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likely higher. Additionally, their unfamiliarity with English grammar presents even more
difficulties in using context to incidentally acquire unknown words (Swanbom & de
Glopper, 1999).

An analysis of vocabulary instruction in social studies textbooks for grades four
through eight (Harmon, Hedrick, & Fox, 2000) was conducted examining the nature of
the words selected by textbook publishers, to what extent and how vocabulary is
represented, and what vocabulary instructional supports publishers provide for teachers.
Researchers examined social studies texts from four popular publishing companies;
Harcourt Brace, Houghton Mifflin, Macmillan/McGraw-Hill, and Silver Burdett Ginn.
Their findings in analyzing texts for grades four through six showed that 78% of the key
terms identified by the publishing companies were classified as "domain specific".
Domain specific words are those that are unique to social studies in this case. These are
words that most students will have had little or no prior exposure to. Interestingly, when
teachers were asked to identify which words they thought should be key vocabulary
words in a given lesson, there was less than a 50% agreement between the classroom
teachers and the publishing companies. Words selected for direct instruction must be
central to understanding the concepts not just words that are unfamiliar to the students.
While all of the analyzed texts did in fact include vocabulary instructional components at
all grade levels, most of the components included activities such as looking up words in
dictionaries and glossaries, filling in blanks, and matching words with definitions,
strategies which are not supported by vocabulary research (Beck, Perfetti, & McKeown,
1982). Additionally, most of the activities were located in the review section at the end

23
of a chapter. "Publishers paid less attention to instructional procedures for helping
students understand key terms and more attention to the actual use and review of terms"
(Harmon et al., 2000, p.267).

In one of California's lowest performing Title I schools, a study was conducted to
examine the effects of explicitly teaching metacognitive vocabulary acquisition skills to
fifth grade students (Lubliner & Smetana, 2005). Since the trend of students in this
school was for them to be resistant to engaging with texts with a seemingly ingrained
passivity, getting students to actually try a word learning strategy presented a challenge.
Teachers in the study went through training and presented their lessons in the following
manner: First a rationale was provided, explaining the importance of the strategy or
method. Next, the method was modeled often with the use ofthink-alouds. Then
students were given opportunities to practice implementing self-monitoring methods and
clarifying strategies. Lastly, teachers demonstrated how the strategies could be used to
make sense of words found in the social studies text book.
A few instructional aids were used while instructing and guiding the students
through the use of these strategies. The importance of"knowing what you know" was
emphasized and Stoplight Vocabulary (Lubliner, 2005) was introduced as a method to
help the children learn self-monitoring skills that are so important for metacognitive
learning. Children were asked to identify important, conceptually challenging words
from the text and the teacher listed them on the Stoplight Vocabulary Sheet. The teacher
then demonstrated how to color the stoplights; red for an unknown word, yellow for a
partially known word, and green for a fully known word. The teacher engaged in a lot of
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modeling and thinking aloud and the students were taught to look for these stoplight
words as they read the social studies chapter and were encouraged to change the color of
their stoplights as word learning occurred.
Another aid utilized was a "Clarifying Cue Card" (Lubliner, 2001). The card
contained strategies students should try when encountering a word they do not
understand. The following is an example of the strategies included on the card with each
strategy receiving instruction over multiple lessons in which teachers would follow the
four step process.

Clarifying Cue Card
WHEN YOU FIND A WORD YOU DON'T UNDERSTAND TRY THE
FOLLOWING STRATEGIES:
CONSIDER THE CONTEXT: Look at the information in the sentence and the whole
paragraph and see if you can figure out the meaning of the word.
SUBSTIUTE A SYNONYM: When you think you know what the word means try
putting a word with a similar meaning in the sentence. Does it make sense?
STUDY THE STRUCTURE: Do you know the root word? Does the word have a prefix or suffix that you know? Try to use clues in the word to figure out its meaning.
MINE YOUR MEMORY: Have you ever seen this word before? Can you remember
what it meant?
ASK AN EXPERT: Does someone in your group know what the word means? Can you
figure it out together?
PLACE A POST-IT: If you can't figure out the meaning of the word, put a post-it in the
book and check with the teacher or look it up in the dictionary later.
(Lubliner, 2001, p.139)
After instruction, students were asked to identify unknown words in a text as well
as complete a reading comprehension and vocabulary acquisition test (where each test
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was comprised of thirty comprehension items and twenty vocabulary items) administered
three times during the course of the study (pre, interim, and post). The results of the
metacognitive analysis indicated that students receiving instruction on the vocabulary
acquisition skills were becoming more independent word learners. Students ability to
correctly identify words as unknown as verified with the results of the vocabulary
acquisition test doubled from pretest to posttest. Similarly, comprehension and
vocabulary acquisition were also increased over time. While the results indicate positive
results from such instruction, teachers participating in the study reported that it took a
long time to wean the children from their passive classroom behavior, but they eventually
made substantial changes in their methods of teaching vocabulary.

During Reading Strategies

Constructing Graphic Representations
Memorization of informational facts is typically a strategy used by low achieving
students when encountering informational text. Students must be taught to analyze what
they are reading not just memorize it. One strategy that may help readers to move from
memorizing information to analyzing it, is creating a graphic representation. "Graphic
representations are visual illustrations of verbal statements" (Jones, Pierce, & Hunter,
1988, p.20). Jones, et al. (1988), suggest that using these representations may help the
learner to comprehend, summarize, and synthesize complex information. Reading with
an appropriate graphic representation in mind can help the student to become more
actively involved in the reading process because a "good graphic representation can show
at a glance the key parts of a whole and their relations, thereby allowing a holistic
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understanding that words alone cannot convey" (p. 21). The structure of the graphic
should reflect the structure of the text it represents. Therefore instruction on the various
text structures commonly seen in informational texts must precede instruction on
developing graphic representations.
Jones et al. (1988) outline the process of using graphic representations to aid
reading comprehension of informational text. The steps are as follows: (a) text structure
must be identified (usually through surveying the external structure as well as reading the
initial summary or abstract and lesson objectives); (b) students begin searching the
various graphic representation structures they have learned to find the best fit for the
particular passage; (c) the student may or may not attempt to create a graphic at this point
depending on the level of prior knowledge and the clarity of the text; (d) the student reads
with comprehension monitoring requiring a lot of pausing and reflecting, comparing new
information to old; (e) after the passage has been read and analyzed the student is ready
to construct an outline and lastly, (f) the student should construct a summary based on the
information from his or her outline (which would involve instruction on how to construct
a summary).
Many teachers ask their students to complete a graphic organizer after they read.
Graphic organizers used in this way are merely assessment activities unless they are
accompanied by explicit instruction that allows the readers to understand and recognize
the underlying structure of the text while they are reading (Ahnasi, 2003). Graphic
organizers are "visual displays teachers can use to organize information in a manner that
makes the information easier to understand and learn" (Meyer, Vergason, & Whelan,
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1996; as cited in Dye, 2000, p. 72). Graphic organizers have their roots in schema theory
which states that new information must be linked to pre-existing knowledge. It is the task
of the teacher to provide a means to assist the child in making connections between what
is being taught and the child's prior knowledge. Dye (2000) gives four basic steps to
follow when creating a graphic organizer. The first step is to select the information you
intend to present to your students. Next, decide what key components are necessary for
the students to learn. Once that has been done, create a graphic representation of that
information (the graphic should identify the key concepts or components and help
illustrate connections among the key elements of a concept. Lastly, help the students see
the connections by guiding the students through examining the information in the graphic
organizer.
In a study conducted by Armbruster, Anderson, and Meyer (1991 ), a graphic
organizer called a frame was used with fourth and fifth grade students. The study
examined the effectiveness of using the frame while reading from the social studies text,
and specifically examined its effects on the students' ability to learn the information.
Frames were constructed after a careful reading of the target text. The text structure was
identified and represented graphically, then a blank version of the graphic was prepared
for use by students. Depending on the content and text structure, prerequisite information
might be given on the organizer to assist students as they complete it.
Results of the study showed that using a frame either independently or with
teacher led instruction was an effective technique for helping fourth and fifth grade
students learn from their social studies text books. Students who used the framing
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technique scored about 11 % higher on tests of recognition and recall. There was
however a greater gain in the fifth grade students than the fourth. The authors of the
study suggest that this may be due to the fact that although the frames are concrete visual
representations, filling out a frame requires that students be able to make inferences,
classify information, draw conclusions, and understand compare/contrast and cause-effect
relationships, skills that may not be fully developed by the fourth grade.
Teachers participating in the study did note that using a framing technique rather
than following the teacher's edition did require more teacher preparation time and at least
at first, more teacher support, guided instruction, and modeling. Ideally, students who
have received the proper scaffolding should eventually assume control of their own
learning being able to complete a frame entirely on their own. Egan (1999), in her
reflections on effective use of graphic organizers cautions teachers to give careful
consideration to their own personal preparation, and to the necessity of modeling graphic
organizers themselves, before placing expectations on students.
In a 1995 study of the effects of graphic organizer instruction on fifth-grade
students (Griffin, Malone, & Kameenui), researchers investigated whether or not graphic
organizer instruction facilitated comprehension, recall, and transfer of information
contained in expository text books, as well as the degree to which explicit instruction was
needed for independent generation and use of graphic organizers for students. Students
receiving traditional basal instruction, students receiving implicit instruction with graphic
organizers, and those receiving explicit instruction with graphic organizers performed
comparably on a measure of acquisition and retention of information. However, results
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showed that students who received explicit instruction with graphic organizers were able
to transfer their knowledge of how to use the organizers to other situations more than the
students who received traditional basal instruction.

Summarization Strategy
A single reading of an expository text seldom permits recall of the information in
the passage. Mature readers can often remember the "macrostructure" of the passage,
focusing on the gist, omitting trivial details, and forming generalizations. On the other
hand, children do not summarize text with certainty as mature readers and often cannot
do so unless they are instructed on how to construct such summaries. (Pressley, Johnson,
Symons, McGoldrick, & Kurita, 1989). Kintsch and van Dijk, (1978) hypothesized that
mature readers follow the following rules when constructing summaries: (1) delete trivial
information, (2) delete redundant information, (3) substitute superordinate (main idea)
terms for lists of items, (4) integrate a series of events with a superordinate (main idea)
action term, (5) select a topic sentence, and (6) invent a topic sentence ifthere is none.
Many researchers have taken this knowledge and made adaptations for use with younger
readers.
Barbara Taylor (1982) successfully conducted a study in which fifth grade
students were instructed to use text headings, subheadings, and paragraphs to develop an
outline of the text as opposed to the more conventional classroom procedure of
completing and discussing practice questions after reading. Instruction was delivered
once a week in one hour sessions for seven weeks. Subjects in the experimental
treatment group received instruction on how to create an outline as well as how to use the
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outline in preparing a summary for a segment of their textbook. Students were taught to
generate main idea statements for paragraphs, sections, or subsections of the text as well
as developing topic headings to connect sections of the text. They were instructed to
study by reviewing their summaries, and to look for text structure when reading new text.
Students in the conventional treatment group were engaged in a pre-reading discussion
lead by the teacher, the students read the passage silently, completed short answer
questions, and discussed answers with the teacher.
Results of the study showed that the recall and organization scores of students
instructed in the summarization task were significantly higher than students in the
conventional instruction group. However, the experimental group did not outperform the
conventional group on short answer response questions. Taylor (1982) posits that seven
practice sessions may have been insufficient for the students to learn how to generate the
summaries independently. This would support the research indicating that strategies need
to be developed over time and scaffolded by a teacher, removing scaffolding only as the
student is ready (Graves & Avery, 1997; Pearson & Dole, 1987).
Rinehart, Stahl, and Erickson (1986) developed instruction aimed at teaching
grade school children to produce summaries that include main ideas and supporting
details. Throughout this instructional model, students were essentially taught what a
summary was, "the important information from a reading" (p.429), and four rules for
producing summaries: identify main information, delete trivial information, delete
redundant information, and relate main and supporting information. All four rules were
introduced and their use was modeled by the teacher. Students then had extensive
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practice applying the rules to individual paragraphs. Once the students had practice with
single paragraphs, the students were taught three steps to use in summarizing multipleparagraph essays: (a) write summaries of each paragraph in an essay, (b) create a
summary of the paragraph summaries by consolidating them into a single paragraph, and
(c) apply the four summarization rules to the paragraph. After practicing this procedure,
the students were presented multiple paragraph essays and asked to summarize by writing
summaries of individual paragraphs first and were explicitly instructed to combine
summary sentences when possible.
Berkowitz (1986) taught grade six students to construct maps of informational
passages. Students were taught to write the title of the passage in the center of a plain
sheet of paper. They then surveyed the text for four to six main ideas. They put these
ideas into their own words and placed them in a circle around the title. Students then
found two to four important details in the passage that were associated with each main
idea. These details were summarized briefly and written under the main idea. Lastly, a
box was drawn around each main idea and its supporting details. Students were taught to
use their graphic summary to self-test until they could recite the main ideas with
supporting details in order.
Armbruster, Anderson, and Ostertag (1997) taught students to organize
summaries of passages using the problem/solution structure that is evident in many social
studies passages. The students frrst identified and summarized the problem in each
passage, the actions taken by the people to solve the problem, and the results that
followed including whether or not the problem was solved. Students were taught to
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organize this information into a three-box diagram and were then given many
opportunities to practice with passages conforming to the problem-solution structure.
Students engaging in these summarization strategies increased recall of main ideas from
passages as compared to that of non-trained control subjects who read the same material.

Question Generation
Readers must move from passively reading to being more active in order for
comprehension to occur (Schmitt, 1990). Teaching students to generate questions while
reading is one way to increase student's awareness of whether or not they are
comprehending text and also helps readers to become more active while reading.
Davey and McBride (1986) explored the effects of training students to generate
questions on comprehension performance. The subjects were 124 sixth-grade students in
five different experimental groups. One group was the Question Training (QT) group, in
which the students were trained to generate two types of questions, those linking
information across sentences and those regarding the most important information. The
Inference Question Practice (IP) group and Literal Question Practice (LP) group
practiced responding to either inferential or literal questions respectively after reading a
passage. The Question Generation Practice (GP) group read three passages per session
and was instructed to generate two good think type questions per passage. Subjects in
this group were told that good questions assessed the most important ideas in the passage,
made them think about what they read, and could not be answered by underlining parts of
the passage. Lastly, the No Question Control (NQC) group read the same passages but
completed a vocabulary activity instead of coming up with questions.

(
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The five experimental groups met for five forty minute lessons over a two week
period. Subjects were assessed over a two day period and were asked to read two
passages per session and generate for each passage two good think type questions
regarding the most important information in the passage. After generating their
questions, they were asked to respond to fonr literal and fonr inferential questions for
each passage with out looking back to the passage. Finally, each subject rated how well
they thought they did on the questions using a fonr point scale.
The results of the study indicated that the question training group along with the
question generation practice groups out performed the no question group and inference
practice groups. On inferential items, the question-training group exceeded all other
comparison groups. The results point to overall positive effects of training in question
generation and showed that it is not enough to ask students to come up with questions as
they read, students must be taught how to generate questions.
After Reading Strategies
Look Backs

A method that is frequently used to increase children's learning of text is to have
them answer questions based on the text. These questions commonly come at the end of
science or social studies chapters. Such questions generally increase learning for adults
(Anderson & Biddle, 1975) however, these post questions have much less certain effects
on children (Watts, 1973; Rowls, 1976; as cited in Pressley, Johnson, Symons,
McGoldrick, & Kurita, 1989). Post questions will help only if they lead to a reprocessing
of relevant text after the reader fails to answer the post question. Unfortunately, many
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students do not look back in text to determine the answers to questions that they cannot
answer correctly (Garner, Mccready, and Wagoner, 1984). Students can however be
trained to do so. Zabrucky and Ratner (1992) found that good readers used a look back
strategy to clarify more often when dealing with expository text rather than narrative. In
addition to this finding, they found that good readers looked back more often than poor
readers suggesting a heightened metacognitive awareness in good readers.
In a study conducted by Garner, Hare, Alexander, Haynes, and Winograd (1984),

twelve students between the ages of nine and thirteen who were experiencing reading
difficulties were taught to look back when they could not answer post questions. The
instruction occurred over three days and included instruction on when the strategy would
be especially useful (when the answer to the question could probably be located in the
text, ie. it was not a "what do you think" question), they were taught to skim the article to
find the part of the text that may contain the answer. The effects of the training were that
students who were explicitly trained to use the look back strategy were more likely to do
so when appropriate and gave more correct answers to the post questions.
Since not all students are aware of where to find answers to questions once they
have determined they do not know the answer, instruction about where to look for
responses to post questions may be helpful. Raphael & McKinney (1983) taught
elementary students question-answer relationships. The children in these studies were
taught to analyze questions to determine if they could be answered by information that
would have been stated explicitly in the passage, ("right there" questions), by information
in the text, ("think and search" questions), by information in the reader's knowledge base
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("on my own" questions), or a final category ("author and you") where the answer is not
in the text, but information the author has given is still needed in conjunction with what
the reader already knows. There was clear evidence that instruction about the
relationship between questions and answers enhanced children's performance on
comprehension tasks. It was particularly effective with children of average and low
reading ability levels.
Conclusion
An explanation has been provided as to why effective strategy instruction in the
area of comprehension of informational text is necessary. In reviewing the research, it is
clear that facilitating comprehension of informational text in students is a hefty task.
However, it is a task that must be taken on.
Research suggests one major stumbling block for intermediate readers
encountering informational text is the different expository text structures. These
structures may be unfamiliar ways of organizing even more unfamiliar content. Teaching
the differences between narrative and expository text including text structures gives
students a way of encoding and retrieving complex information. However, knowledge of
the structures alone is not sufficient. Informational text is not comprehended by accident.
Readers must monitor whether or not they are understanding what has been read as well
as engage in a variety of strategies to clarify their understanding. Readers must also be
able to add world knowledge to text including their own personal experiences.
There are a variety of strategies that teachers and students can use when working
with informational text. Some of these include:
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•

activating or building students' prior knowledge about a topic

•

vocabulary instruction that helps students gain a deep knowledge rather
than a surface knowledge of new vocabulary words

•

the use of graphic organizers, and

•

training on summarization and look backs.

These strategies, at least at first, require a lot of teacher support, guided instruction, and
modeling. With the appropriate scaffolding, students will eventually be able to assume
control of their own learning and comprehension of informational text. The research
included in this literature review can be summed up in one sentence. With informational
text, teachers must continue to" .. .teach reading, not just assign it" (Daniels &
Zemelman, 2004, p. 32)

CHAPTER III
PROCEDURES OF THE PROJECT
Introduction
The purposes of this study were first, to research best practices in the area of
comprehension of informational text and secondly, compile the results of the research
into a series of teacher in-service workshops. The workshops were created in such a way
that the research on comprehension of informational text was intertwined with strategies
and activities, as well as personal reflection and practical application opportunities.
Development of the Project
The author came to the project late in her course work required for obtaining a
Master's Degree in the area of Reading Specialist. The defining moment came Summer
Quarter 2005 in EDRD 528 Remediation ofReading Difficulties. As part of the course
work, the author looked into the research regarding reading informational text and
presented a rough outline of what would become the beginnings of the teacher in-service
workshops presented in Chapter IV of this project. Through her work on the Reading
Leadership Team and teaching fifth grade at Martin Luther King, Jr. Elementary School,
the author continued to become more and more interested in the topic. The need was
evident for her as well as other teachers to gain information about the research and
strategies regarding comprehension of informational text so they could be shared with
students. The author began by researching the question, "Why is informational text more
difficult for students to comprehend than narrative text?" Her findings lead to further
research and included topics such as; informational text structures, the need for students
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to view reading as a metacognitive process, and explicitly teaching strategies students can
use before, during, and after reading informational text. The research was synthesized
and the author created three teacher in-service workshops guided by a PowerPoint
presentation. The project was specifically designed for the intermediate teaching staff at
Martin Luther King, Jr. Elementary School in Yakima, Washington where the author
teaches fifth grade.
Procedures
Research for the project was retrieved mainly from Proquest on-line journals
accessed through the Central Washington University website. Topics searched included:
content area reading, informational/expository text, reading comprehension, text
structures, vocabulary strategies, summarization, graphic organizers, and effective
teacher in-service. Resources were also borrowed from the Central Washington
University Brooks Library and interlibrary loan. Graphics used in the chapter four
PowerPoint were accessed through a Google search of images.

CHAPTER IV
DESCRIPTION OF PROJECT
The author created a series of teacher in-service workshops regarding teaching
comprehension using informational text with intermediate students. Over the course of
three workshops, participants will gain information about what research says about
comprehension of informational text, learn and practice strategies for fostering increased
comprehension of informational text, and after introducing new strategies into their
classrooms, participants will have the opportunity to debrief with others about how they
worked.
The workshops were created for presentation to the third, fourth, and fifth grade
teachers at Martin Luther King, Jr. Elementary School in Yakima, Washington. While
the author has not yet conducted the workshops, plans have been made to present them
throughout the 2006-2007 school year.
The workshops are driven by a PowerPoint presentation generally presenting
various strategies to be used before, during, and after reading, laced with research
throughout, and including opportunities for participants to practice strategies. The
participants will be given a packet for the first two workshops (included in the Appendix)
which contains key strategies or information presented in the workshop as well as an
evaluation for each workshop. The presenter will refer to the packet by page number.
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The following is an overview of the three workshops:

Workshop II
Workshop ill
Importance of teaching
A debriefing of what was
reading, not just assigning it learned over the course of
the workshops and a chance
Strategies for teaching
for participants to share
students how, when and
what worked, what did not
where to use appropriate
work, and any suggestions
Differences between
strategies on their own
or questions participants
narrative and expository
have
text
Strategies for encouraging
metacognitive thinking
A review of key points
Expository text structures:
processes and assessing
learned throughout the
internal and external and the metacognitive awareness
workshops
importance of identifying
and utilizing them
Strategies for activating and
or building background
Overview of the next
knowledge
workshop
Strategies for building
vocabulary

Workshop I
Introduction to the need for
strategies that aid teaching
comprehension of
informational text including
WASL data for MLK

Question-Answer
Relationships
Effectively using graphic
organizers
Time to practice using
strategies with actual texts
An invitation for
participants to go back and
use the
strategies/knowledge gained
in their own classrooms,
collect student work
samples and personal
anecdotes, and come back
for the third workshop to
debrief
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While these workshops were created specifically for Martin Luther King, Jr.
Elementary, other schools could easily adapt the PowerPoint driven workshops by
replacing the current building data for their own. Most other areas would be relevant for
any building. Schools that have a specific social studies or science curriculum could
tailor strategies to meet the needs of a specific text. Currently, the strategies are such that
they could be used with virtually any informational text or trade book.
The following are the PowerPoint presentations that will guide the three
workshops as well as notes as to what actions and/or discussion points the presenter will
make.

Please note: Images in this presentation were redacted due to copyright concerns.
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(

Participants will be asked to sit in grade level teams to provide easy access for
relevant discussions.
Participants will have been previously asked to bring in a sample of the kinds
of informational texts they are using in their classrooms.
Upon introducing herself and welcoming the participants, The presenter will
hand out a copy of "Bridging The Gap" which is an excerpt from the book
Physics in the 2dh Century (Suplee, 1993, p. 93) and contains words and
concepts that will generally be unknown to most.
Participants will be asked to take a moment to read the excerpt.
Participants will be asked to write a brief summary of what they read .
A discussion will follow regarding why the selection was difficult.

43

c

The question will be posed to the participants.
After discussion, these reasons will be revealed.
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(

The presenter will give an introduction sharing the reasons behind wanting to
do this project, then reveal further reasons for participating in the workshops.
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(

The following slides outline the skills that both 4th grade and 7th grade students
should be able to do and that will be assessed on the WASL.
The presenter will draw attention to the similarities and the differences between
the grade levels.

c

c
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The question will be posed to participants and they will be give time to discuss.
Then the research will be presented.
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(

(

Participants will be asked to truthfully share the kinds of informational texts
they are using in their classrooms.
The issue of time will be addressed and participants will be encouraged to
make time to include these important texts into their instruction.
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auth ors c a n even change text pattoms s overol
time s ~thin a sel ect i on.

character., or e vent a nd gene,.-a1 1y flnlsf"ing
with a n erdlng which a llgns t.Mth "'Bnd they
a l I 1lved h a ,:pl ly ever an:er .-

Qt:EF1de • I EA& ee a e om,olele ia1eee .

U s e s lllustrati c:n s to s l.fJ'port a studont"s
comp-ehenslon Cl the s e l ectio n .

Inc lude s feU\IOr

new words .

Inc ludes comm o n u s age vocabular y with
which s tudents may have had s ome
experienc e .

On£n r allas en tha ....,,.

a

cthar ras.ai.ccea ta

s upport a'1 understanding of the s olectlon .
u s e s g-apH c aids, 111 ustratl ens _. photog-aphS ..
cartoons_. anct typogr:aphlc a l a i d s to dell "Ver
I nfonn atl o n . Depe nd ng on how they re
I ntegated with the text and tAt"lether the reader
k nol.AIS how to u se them _. they may s t..pport or
Inhibit understanding .
Includes more urfamlllar &A.Ords.
Include s technical vocabU ary rel ated t o the
content and words which h ave bothtectnical
meanings and commcr'l u sage m e 8"llrgs .
S tl..dents e.><p e r1 ence dlffl cu lty when they
transfer a common usage meaning to a
s itua tion In wHchth etechnlca l mea n in g Is
lnterded .

Pro\rldes more conte><t to s upport an
understandlrg or naN vocab ula r y words .
In addition_. narrative writing s o m Blmes
pr o'Vides the c hild Wth multiple
opportunlti es to experienc e t he new

T:ypl call y provides one e>q:»osu re to a new
vocabul ary lAJOrd with va r ying: degrees or

c ontext sui:port. Some e>cpos ltory s election s
h a ve several new lAJOr ds In c l ose pro>dmlt y ;
thus s lgnlt'lcantly r ec:Llclng context .

worm .
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Participants will have a copy of this slide in their packet for ease in reading.
Participants will take a moment to read over the chart and the presenter will
highlight a few.
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The presenter will present an idea for introducing the concept of text structures
and their importance to students through the analogy given by Almansi, 2003,
p. 144-147.
This includes:
Asking students to think of how a grocery store is organized and how a
department store is organized
Why are they organized this way?
What would happen if they were not organized in this way?
Narrative and Expository or Informational text are similar in that they are
organized in a special way and discovering that organization can help you to
navigate them with understanding .
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Introduce the two dimensions of expository text structures
Discuss the importance of taking time prior to getting into an informational text
to show/remind students about these features and how they can be used to
help with their understanding.
Give personal story/example of how powerful this was in my own classroom
Sample activity that could be used to get students looking for and using these
external structures, "Scavenger Hunt" (next slide)
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Walk through how to use it and variations
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Introduce the 5 internal text structures.
Participants will have a copy of this slide in their packets for easier reading .
Discuss that many authors of informational text do not stick to one structure
but rather move between them throughout a chapter, lesson , or even
paragraph .
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The following slides are examples of the text structure used in actual text.
The presenter will draw attention to the clue words that help signal a specific
structure.
The presenter will also note that most authors of informational text will include
diagrams, charts, and/or pictures to illustrate their point and that drawing
students' attention to these features will help their comprehension.
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Participants will be asked to work with their grade level teams to look through
the informational texts they brought and practice identifying the structures.
The presenter will have extra informational texts available for anyone who
forgot or needs more.
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Introduction to the next workshop
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This will be our guiding quote for the workshop.

(
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Overview of strategies that will be shared throughout the workshop.
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Brainstorm the characteristics,
performances, skills, abilities, and
behaviors that good readers use while
reading expository text.
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Once participants have had some time to brainstorm, the presenter will ask
some to share.
After sharing, this chart of characteristics of good and unskilled readers will be
shared .

(
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Attention will be drawn to the fact that these strategies that good readers
engage in are the very strategies we model, teach, and practice throughout
our reading curriculum.
Participants will be encouraged to make those connections with their students
as well when reading informational text outside of the reading block.

(
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Define "Metacognition":
"Knowledge and self-regulation of one's own thinking and learning processes
that enables a person to regulate deliberate efforts for effective reading and
studying" (Lubliner, 2005, p. 180).
Introduce these as tools that could be used to measure students'
metacognitive awareness (copies of both will be included in their packet)
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Suggest an easy way to get a read for where your students are in how they
are thinking about understanding and reading , is to survey them with these
three easy questions.
The following are some actual responses from

5th

grade students.

Ask the participants to think about what the responses tell us about that
students metacognitive awareness.
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Quick discussion about what these responses tell us about their metacognitive
awareness.
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Quick discussion about what these responses tell us about their metacognitive
awareness.
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Quick discussion about what these responses tell us about their metacognitive
awareness.
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Quick discussion about what these responses tell us about their metacognitive
awareness.
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What do you do if you do not understand what
you read?

~(•,SI'- ·i h._ i

.\.{a r_\ •.. r-f CJ\ ~ t..I 1~

Quick discussion about what these responses tell us about their metacognitive
awareness.
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Read the excerpt from Daniels and Zemelman, 2004, p.24
The excerpt parallels the automaticity of driving a car to the automaticity of
calling up these reading strategies.

(
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Emphasize the importance of teaching students strategies so they can use
them on their own and be successful whether or not the teacher is present.
Suggest relating the process of activating prior knowledge to what and why we
prepare for going on a trip (next slide).
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Discuss how not to use KWL as most teacher have heard of and probably
used the strategy with little success.
You can not just hand the chart to the students, you must guide them at least
at first through thinking about what they know, and this may include giving a
broader topic related to the subject of which they can relate some knowledge
(next slide).
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Show samples from a unit on Christopher Columbus which includes a class
chart of what we know about explorers that was completed prior to the KWL
about Christopher Columbus.

90

The following strategies will be presented in the following format:
•What is the strategy
•When can it be used
•How to use it
•Variations
•Show samples of student work where applicable
•Participants will have a copy of all strategies in their packet
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This is a sample of a reasoning or anticipation guide used with 5th graders in a
unit on explorers and conquerors. A template of the strategy will be included
in the participant packet.
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The right column will be shown first as vocabulary activities teachers
commonly use.
The Dead End Do Not Enter sign will come in and cover them up, and the
research based/effective strategies will come in.
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The presenter will remind teachers that they must be prepared, having
previewed each selection prior to teaching and looking for the words that may
present a problem for their students.
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Introduce the concept of Tier Two words (which they should have heard before
in our building)
Discuss the idea that some words will just have to be told to the students.
Spend the bulk of the vocabulary instruction on the Tier Two words that they
will likely encounter again in reading and in life.
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This is an example of a sheet you could use with students however, you could
have upper elementary students complete the activity on their own paper.

(
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This is a breakdown of what constitutes a red light word, a yellow light word,
and a green-light word.
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\Word:

Ochnit1on.

••rt of Spn<h:

Synonyms:

Antonyms.:

This activity was presented by the MLK Reading Leadership Team and should
be familiar to teachers. Inclusion in this workshop will serve as a reminder.
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Four-Square Vocabulary
W o nl

Defiru1ion

c

Examples

Non-Exnmples

This activity was presented by our MLK Reading Leadership Team and should
be familiar to teachers. Inclusion in this workshop will serve as a reminder.
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Caution participants that not all vocabulary activities work well with all words,
invite them to try using one of the strategies or activities presented as the
students would prior to actually giving it to kids.
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Introduce the concept of completing a graphic organizer WHILE reading as
opposed to after reading.
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1-41

Strategy Instruction That Enhances ComprC':he:nsion
TABLE 5.5. Expositocy T.,xt Structurn. Sourer: Tompkill5 and Mc:Gtt (1993).
Pattern
Description/
Dcfiniuon/
Example
Sequence/
Time Ordc.-

Cuc Words

for 'xample.
characteristics

The author lists items or
events in numcr1ca l or
c hronologteal order.

Timc/tcmp0ral
connecti ves:
first. second, third next,
tht", {ina//y O~t!r,
IH{ou, •oo., -.id•iglu,
when, always, on.d s~·
dfic trm~• of day

11Te

The author explains how
rwo or more chtngs arc
alike and/or how they a.re
dtffcrcnt.

Contrast connectives:
d1(feratl, in contrtut.
aldt.e, wme as, on the
othn- hand

The author l1su one or
more causes and the
rcs ulang effect o r cffec:ts.

Causahty connectives :

reasons why, 1{ • . •
then, as a res"lt,
thereforl!, lncau.sl!,
conscqumlly. so

The author states a problem and lists one or more
solutions for the problem. A variation of this
pattern is the question·
ond-answcr format in
which the au1hor Poses a
qucsdon and then
answer~ it.

-¢-

Graphic Orpniur

Dcscrip<ion
The author describes a
topic by li sting ch:m1.crcr·
urics and fcarurcs or giv·
ing examples.

Conccssion/advcn.ative
connectives:
but, although. however.
yet, problem isld1lennruz
islpuule is solved,
qu.ution pouJ and
otUwerttd

~

~
L.:..:.:;J-'

~

(][) .
~

~
IEffect J3 I

I

Problem!

,

I

Solution

I

Common graphic organizers that can be used with specific text structures. (A
copy will be in their packet)
Discuss how choosing the correct graphic organizer is a must if it is to be used
to enhance comprehension and that choosing the wrong graphic organizer
could impede comprehension and add to frustration.
Also discuss the importance of choosing what should be gained from reading
the text. Students may possibly focus on one aspect of a text at a time.
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Egan (1999), in her reflections on
effective use of graphic organizers
cautions teachers to give careful
consideration to their own personal
preparation, and to the necessity of
modeling graphic organizers themselves,
before placing expectations on students.

BE PREPARED!

119

Invite participants to act as a student and try reading the text while filling out
the graphic organizer.

c
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The presenter will introduce the concept of having students answer questions
after reading a text.
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The presenter will reveal the two main sources of information for answering
questions.
The presenter will go over a sample lesson format that could be used to
introduce this important concept to students. The format includes:
Present a short sample text (on an overhead or similar)
Ask students a literal question that could be found in the text
After students answer, ask them how they know and if they can prove it in any
way. (Students may actually point to the answer in the text as it is a "right
there" question.)
Following that discussion, ask an inferential question or a question that must
be answered using information from the students' heads.
After students answer, ask students how they knew and/or what helped them
decide.
Once students have a clear picture of the differences between In the Book and
In My Head questions, introduce the four different types of QAR's. (Next slide)
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Students will need a lot of practice identifying the question-answer
relationships with teacher scaffolding before they are expected to use the
strategy on their own.
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Invite participants to go back into their classrooms to try these strategies with
students over the next month.
The next workshop will be a time for participants to debrief about what
strategies they tried, how they worked, and share suggestions or ask
questions.
Participants will be encouraged to collect and bring student work samples to
the last workshop.
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Participants will work in cross grade level teams of 3rd14th15th to debrief about
the strategies in their own classrooms.
Each team will have time to share and discuss and then the entire group will
come back together to share some successes, questions, or suggestions.
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The participants will complete an evaluation of the workshops.

CHAPTERV
DISCUSSION
Summary
The study contained information about the research regarding comprehension of
informational text including strategies and best practices that can be used with students.
The research overwhelmingly illustrates the need to explicitly teach strategic processes
that students can use while reading informational text. These include instruction on
expository text structures, how to foster and assess metacognitive awareness in students,
build and activate background knowledge, build vocabulary, effectively use graphic
organizers, teach summarization and question generation, and lastly teaching how, when,
and where students can use these strategies on their own.
Implementing the Project
The workshops will be supported by the administration at Martin Luther King, Jr.
Elementary School and be presented throughout the 2006-2007 school year in the
following manner. The first workshop will be presented on a Monday early release day
for one hour, The second workshop will be presented during a half day Learning
Improvement Day for two and a half hours. The final workshop will be presented
approximately one month after the second workshop which will allow teachers time to
introduce learned strategies into their classrooms and collect student work samples and
personal anecdotes. This workshop will be held after the contracted day and participants
will be provided a time sheet for one and a half hours.
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Recommendations
The author recommends creating a modification of the current workshops to be
presented to primary grade educators. Another recommendation would be to conduct
further research in the area of comprehension of informational text for English language
learners including strategies specifically tailored for these students. The author
recommends conducting further research in specific areas related to comprehension such
as vocabulary instruction alone and its effects on comprehension of informational text, or
building/activating background knowledge and its resulting effects. A further
recommendation includes creating a concepts of print assessment specifically for
informational/expository text. Lastly, the author recommends conducting a study on the
effects of the strategies presented on student performance and comprehension. Students
should be tested prior to implementation and again after implementation.
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Bridging the Gap

(Suplee, C., 1999, p. 93)

Please note: Content on this page was redacted due to copyright concerns.
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Narrative Tut

E)flOSitory Text

(Pages, 2002)

Please note: Content on this page was redacted due to copyright concerns.
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Scavenger Hunt
text:_ _ _ _ _ _ _ _ __
Text Feature

Example:

Titles, Subtitles

Focus Question

Boldface, Italics

Visual Aids
(charts, graphs,
maps, pictures)

Prediction:

(Action Learning Systems, Inc., 2004)
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Expository Text Structures
Text Structure
Time Sequence/Time Order
(Gunning, 2002; Almasi, 2003)
Tefiip6fal Ofdef
(Horowitz, 1985)

Enumeration/Description
(Gunning, 2002; Pages, 2002)

Characteristics
Organizes events in a
time sequence.
Arranges ideas in the
order in which they
happened. Lists items
or events in numerical
or chronological order

Examples/Indicators
Indicated using signal
words such as after, at
last, before, finally,
later, long ago, then,
today, tomorrow,
yesterday, and may
include the name of
specific times and dates
The structure may be
cued by words such as
for example,
characteristics are, one,
two, and other number
words

Definition/Example
(Almasi, 2003)

Details may be
presented in a simple
list and descriptive
details or examples
may be provided.

Attribution
ffiorowitz, 1985; Yochum, 1991)
Comparison/Contrast
(Gunning, 2002; Pages, 2002)

Focuses on similarities
and/or differences

Used cue words such as
like, likewise, in
contrast, yet, although,
but, however, similar,
different, on the one
hand, or, on the other
hand.

A problem is presented
and then its solution is
specified. A variation
of this pattern is the
Question/Answer
format in which the
author poses a question
and then answers it.
Tueeffectoreffectsare
presented and then the
causes are given.

Uses cue words such as
because, therefore, this,
since, consequently,
hence, as a result, for
this reason, so that, the
problem/dilemma is,
solved, question posed
and answered.
Use cue words such as
because, therefore, thus,
since, consequently,
hence, as a result,
effects of, for this
reason, so, that,
when ... then, if .. then

Comparison
(Yochum, 1991; Almasi, 2003)
Adversative
(Horowitz, 1985)
Problem/Solution (Gunning, 2002;
Pages, 2002; Almasi, 2003)
Response
(Horowitz, 1985)

Cause/Effect (Gunning, 2002;
Pages, 2002; Almasi, 2003)
Covariance
(Horowitz, 1985)
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Workshop Evaluation
Title of Workshop: Teaching Comprehension Using Informational Text with
Intermediate Students Workshop I
Presenter: Tracy Denney

Date: July 2006

Location: MLK Library

1. The resenter was well or anized and re ared for the worksho .
1
2
3
A
ee
Disa ee

4

2. The rovided materials were useful.
1
2
Disagree

4

A ee

3. I Ian to use what I learned in the worksho
1
2
ee
Disa ee

current teachin situation.
3
4
Stron ly Agree
A ee

3

ee

4. Something I particularly liked about the workshop: _ _ _ _ _ _ _ _ __

5. I would like more information on:

----------------~

6. Suggestions: _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
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Teaching Comprehension
Using Informational Text
with Intermediate Students
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Tracy Denney
July 2006
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Brainstorm the characteristics, performances,
skills, abilities, and behaviors that good readers
use while reading expository text.
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Good Readers vs. Unskilled Readers
Good Readers
ead for comprehension
se a variety of clues to understand
unknown vocabulary

Unskilled Readers
ead to decode
re blocked when they enconnter
ocabulary problems

re actively engaged in the content
isplay passive involvement with
fthe text
the content of the text

djust pace (slow down or speed up)
ccording to level of text difficulty

ead word by word

ead and reread

ead primarily to answer questions

nderstand that the text has a

ead primarily to answer questions

ot only understand the stated
details but also read under the

Create mental pictures

iss important details and seldom
understand implicit information

eldom visualize

onnect text to prior knowledge and
xperience

on't see relationships between
hat they know and what they are
eading

redict and then verify

on 't often anticipate

alk about their reading

eldom discuss their reading

ely on themselves to make meaning ften look to the teacher for help in
understandin the text
rom the text
(Action Learning Systems, Inc., 2004)
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Assessing
Metacognitive Awareness
Tools that can be used to
evaluate students• knowledge
of strategic reading processes.

Description of tool

A multiple choice questionnaire
MSI
originally developed for use
(Metacomprehension Strategy with narrative text however, the
Index)
strategies apply to expository or
informational text as well.
(Schmitt, 1990)
The inventory consists of30
statements about what people do
MSRI
(Metacognitive Awareness of
when they read academic or
Reading Strategies Inventory)
school related materials.
Students are asked to respond to
the frequency of strategy use
(Mokhtari & Reichard, 2002) that applies to them using a 1-5
scale. Originally designed to
assess 6th-12th grade readers.
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(Sclunitt,2002,p.459)
APPENDIX

A. questionnaire to measure children's a\\-·areness

Please note: Content on this page was redacted due to copyright concerns.
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152
(Schrnitt,2002,p.460)

460

The Reading Teacher

March 1990

Please note: Content on this page was redacted due to copyright concerns.
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(Schrnitt,2002,p.461)

A questionnaire to measure children's a\vareness

Please note: Content on this page was redacted due to copyright concerns.
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Four-Square Vocabulary
Word

Examples

Definition

Non-Examples

Word

Examples

Definition

Non-Examples

Word

Examples

Definition

Non-Examples

19

157

A strategy to get students to see the
importance of identifying various text
structures ...

(Almasi, 2003, p. 112-114)

Please note: Content on this page was redacted due to copyright concerns.
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Top1c:
.

N ame:

K

w

L
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ABC Brainstorm
(ReadingQuest.org)
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Making Sense in Social Studies

Raymond C. Jones
rjones@re<1d1ngquest.org

ReadlngQuest

http://www.readfngquest.org

Please note: Content on this page was redacted due to copyright concerns.
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Think Sheets
(Clewell & Haidemos, 1983)
A strategy that allows students to be aware of the need to

set purposes for gaining information as they read.
The procedure is:
1. Use a specific chapter or section of a textbook
2. List all headings and subheadings leaving spaces
between each.
3. Ask students to think about what information might be
included under each heading and subheading and
discuss it with a partner. Have students record their
predictions.
4. Have students read the chapter or section to assess the
accuracy of their predictions.
5. Have students meet with their original partners to
revise information recorded according to text
information.
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Directed Inquiry Activity
(Thomas, 1978)

This strategy helps establish a purpose for reading and
establish an anticipatory mind-set.
• Students scan the text that is about the be read
• Students predict responses to six inquiry questions:

Who? What? When? Where? Why? How?
• Students then read to confirm or reject their ideas, then
additions, deletions, and/or modifications are made for
each category.
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Reasoning Guide
(Bean & Peterson, 1981)
This strategy allows students to identify their feelings and
beliefs related to ideas or issues raised in a selection. It
also gets students thinking about what they might learn
through reading.
The procedure is:
1. After you read the selection, identify students'
feelings, experiences, or beliefs related to the selection.
2. Develop statements which reflect these feelings,
experiences, or beliefs.
3. Prior to reading have students react wither positively
or negatively to each statement.
4. Encourage students to discuss their reactions.
5. Guide students through reading the selection.
6. Have students complete the guide a second time after
reading the selection, and identify the author's
perspective. Students should identify changes, if any,
which have occurred between their responses and the
author's viewpoint.
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Title:
Directions: Show your agreement with a statement by placing a+, and your

disagreement by placing a - in the space provided. C9mplete the anticipation CQ!\lmn
before reading the selection. When you are done reading, complete the reaction column.
Do your views change?

Anticipation

Reaction

Statement
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PReP
(Langer, 1981)
This strategy can assist the teacher in determining what
students know about the topic to be studied and the
students' ability to express their ideas

The procedure is:
• Students tell the teacher everything they know about a
topic ("Tell me anything that comes to mind when you
hear the word ... ")
• Students are asked why they responded the way they
did. ("What made you think of... ")
• After discussion students are asked if they have any
new ideas about the topic.
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Tier II Words
(Beck, McKeown, & Kucan, 2002)
Select words that:
• are unknown to the student
• are important to understanding the text
• are likely to be encountered in the future
- high frequency words
- "tier two words"
Tier one Basic words (television, happy, table, snack)
Tier two High frequency words for mature language
learners across contexts (required, maintain,
fortunate)
Tierthree ::.,ow frequency words in limited domain
(tundra, isotope, peninsula)
1. Select a text that your students will be reading.
2. List all the words that are likely to be unfamiliar to students.
3. Analyze the word list:
• Which words can be categorized as Tier Two words?
• Which of the Tier Two words most necessary for
comprehension?
• Are there other words needed for comprehension?
Which ones?
4. On the basis of your analysis, which words will you teach?
• Which will need only brief attention?
• Which will you give more elaborate attention to?

(

'
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List, Group, Label
(Taha, 1967)
The procedure is:
1. Present students with a word, topic or experience.
2. Ask your students what they see or what words are related to
the topic or word. Record student responses on the board.
Try to limit this to about 25-30 words.
3. Read through the list of words with the students.
4. Ask students if any of the words or items belong together.
Have students find some basis for grouping these various
items. In groups, have the students categorize the words.
5. Encourage students to identify and verbalize their reasons for
selecting these categories.
6. Students discuss their groupings and reasoning with the rest
of the class.
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list-Group-Label
With a partner, create a list of words or ideas
related to the topic you are studying. Decide
which items you will group together and then give
each group you create a label. Be sure you can
explain why you put certain words together in a
group.
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Stoplight Vocabulary
(Lubliner, 2005)

(Lubliner, 2005, p. 78)

Please note: Content on this page was redacted due to copyright concerns.

170

STOPLIGHT VOCABULARY

Geumg Into Words: Vocabulary Instruction that Strengthens Comprehension
by Shira Lubliner (with Linda Smetana)
Copyright© 2005 Paul H. Brookes Publishing Co. All rights reserved.

Please note: Content on this page was redacted due to copyright concerns.

85

171

Name: _ _ _ _ _ _ _ _ _ _ _

~

Date: _ _ _ _ _ _ __

STOPLIGHT VOCABULARY

Getting /n!O words- \'ocabulary Instruction Iha! Sir<'ngrlll'llS Comprehi'nSW/l

88

by Shira Lublmer {with Linda Smetanal
Copynght ii 2005 Paul H. Brookes Pubhshing Co. All rights rcsened.

_I
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STOPLIGHT VOCABULARY

Geccing Into Words: Vocabulary Instruction that Strengthens Comprehension
by Shira Lubliner (with Linda Smetana)

Copyright© 2005 Paul H. Brookes Publishing Co. All rights reserved.

Please note: Content on this page was redacted due to copyright concerns.

87

173

Vocabulary Review
(adapted from McGinley & Denner, 1987)
After reading a selection students internalize meanings by using
the words, people, and/or places in a paragraph.
This is a good way for students to assess whether or not they were
understanding the important vocabulary and ultimately the content
presented in the selection.
It is also a good way for teachers to make instructional decisions
about whether or not to go on, or to re-teach some or all of the
content.
Sample

Name._ _ _ _ _ _ _ _ _ _--'Date_ _ _ _ _ _ __
Write a paragraph about what we have read about in
_________. In your paragraph, you must use each
of the following words, people, and places. Try doing it
without looking back in your book, but use the book if you get
stuck©
vocabularv

neonle

nlaces
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Clarifying Cue Card
(Lubliner, 2001, p.139)
A card containing strategies that students should try when
encountering a word they do not understand.
Each strategy should receive instruction over multiple lessons
following this process:
1. Provide students with a rationale, explaining the
importance of the strategy or method.
2. Model the method often with the use ofthinkalouds.
3. Give students opportunities to practice
implementing self-monitoring methods and
clarifying strategies.
4. Demonstrate how the strategies can be used to
make sense of words found in their text books .

•
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Clarification Cue Card

Please note: Content on this page was redacted due to copyright concerns.
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Strategy Instruction That Enhances Comprehension
TABLE 5.5. Expository Text Structures. Source: Tompkins and McGee (1993).

(Almasi, 2003, p.141)
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(_Name------------

Date--------------

Houghton Mifflin English

Spider Map

Please note: Content on this page was redacted due to copyright concerns.
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Sequence Chain
text: _ _ _ _ _ __

Please note: Content on this page was redacted due to copyright concerns.
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Name _ _ _ __

Date

Houghton Mifflin English

Venn Diagram
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Cause - Effect Pattern

Please note: Content on this page was redacted due to copyright concerns.
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Problem - Solution Pattern
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Appendix C
Workshop III Evaluation Sheet

Workshop Evaluation
Title of Workshop: Teaching Comprehension Using Irtfonhafional Texl witli
Intermediate Students Workshop III
Presenter: Tracy Denney

Location: MLK Library

Date: July 2006

I. The resenter was well or anized and re ared for the worksho .
1
2
3
A ee
Stron
Disa ee

2. The rovided materials/activities were useful.
1
2
3
Disa ee
A ee
3. I Ian to use what I learned in the worksho
1
2
Disa ee

ee

4

ee

A ee

4. Something I particularly liked about the workshop: _ _ _ _ _ _ _ _ __

5. I would like more information on:

----------------~

6. Suggestions: _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
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Workshop Evaluation
Title of Workshop: Teaching Comprehension Using Informational Text with
Intermediate Students Workshop II
Presenter: Tracy Denney

Location: MLK Library

Date: July 2006

1. The resenter was well or anized and re ared for the worksho .
1
2
3
Disa ee
A ee

4

2. The rovided materials were useful.
1
2
Disa ee

4

A ee

3. I Ian to use what I learned in the worksho
1
2
Disa ee

current teachin situation.
3
4
Agree

3

ee

4. Something I particularly liked about the workshop: _ _ _ _ _ _ _ _ __

5. I would like more information on:- - - - - - - - - - - - - - - -

6. Suggestions:

----------------------~

183

Question-Answer Relationships
(Raphael, 1986)

There are 2 primary sources of information for answering
questions:
In the Book

In My Head

Instruction on Question-Answer Relationships will help
students realize that the answers they seek are related to the type of
question that is asked. It encourages them to be strategic about
their search for answers based on an awareness of what different
types of questions look for.

FourQAR's
Right There
Think and
Search

The answer is in the text.

The answer is in the text, but you might
nave to look in several different sentences
.o find it.
Author and You fhe answer is not in the text, but you still
rreed information that the author has given
you, combined with what you already
lmow.
On My Own The answer is not in the text. You may
even be able to answer the question with
out reading the text. You need to use your
own experience.

